INTRODUCTION: BRIDGING THE DICHOTOMY BETWEEN SELF AND WORLD
In the early twentieth century, the work of John The tension between the welfare of the individual and the welfare of society is still with us. In the great natural resources and given laws to ensure freedom of thought, speech, movement, choice and religion, things would work out well for the greatest number, provided that the individual was left alone.
The successful would be appreciative enough and sensible enough to provide for the unlucky few and in so doing ensure the preservation of "the system" and avoiding bloody revolt.
Lived out in the classroom, this ideology directs the focus of teachers toward actualising the potential of individual children. We build from the research of
Jean Piaget to understand a child's learning and development as a matter of individual meaning-making, lately relabelled as constructivism (Fosnot, 1996) . We make decisions about curriculum, about materials, about pedagogy based on this idea that good teaching begins with children's constructing of their own experiences.
Good teaching draws them along on a continuum from what they already know to what they need to learn. How they learn, we believe, is affected by idiosyncratic biographies, by the fascinating variety of styles of thinking enhanced by gifts of creativity or limited by special learning disabilities. We look at the mediating effects of language, of family styles, of physical environments, and we modify our programs to respond to their myriad "individual needs".
Research on teachers' conceptions of their work
demonstrates their attention to the individual. For example, in comparing American to Japanese teachers, Hamilton et al. (1991) found that even while American teachers arrange their students in groups, they teach to them and assess them as individuals. Japanese teachers, on the other hand, focus globally on the achievement of the whole group rather than on its individual members.
Earlier, a Connecticut inquiry (Hetzel, 1978) , as well as a 1981 study by one of the authors, confirmed that teachers conceive of their responsibilities as limited to the welfare of each child in their classroom, rather than extending to the welfare of the nation or the world.
There have been a few times in American history when our national emphasis on individualism has been challenged in the 1930s, when the Great Sadly, we have moved so far away from civility and mutual aid, we are now having to teach basic social skills to young children.
Ironically, in a nation which champions the "natural" right of the individual, we assume that our success and failure rest with external forces beyond our control. While, for example, Asian philosophies and religions teach individuals to take responsibility for their own progress toward achieving the "right path", American children and their families tend to attribute success to hard work but failure to external causes or "bad luck". It is not difficult to see why "special education" and the ever-increasing numbers of diagnostic labels proliferate in United States schools, while the criteria for special education are much narrower in Japan (Swiniarski, Breitborde & Murphy, 1999 The question for teachers is "whether they are doing so blindly, evasively, or intelligently and courageously" (Dewey, 1935, p.7) .
The task for teacher educators is to recognise, value and build upon the immediate knowledge of our students, to understand and help them understand the social conditions of their lives, to guide them to look inward into their experiences and then outward to the world, to treat their own students as precious individuals but also as world citizens like themselves. Teaching in largely local or regional colleges or universities, living in a nation prizing concerned with surviving in a classroom of children than contributing to the survival of the world, our effort to expand their social consciousness and sense of social responsibility is not easy. We believe the best way to enlarge our students' focus is to begin with their own experience, its social contexts and its social ramifications, moving from a sharing of concrete experiences to the abstract idea that these experiences are inherently social and ultimately global, and provide them with opportunities for directly experiencing the global.
The remainder of this paper describes changes in a teacher education program which recognises the need to globalise its curriculum and unite individual consciousness with social cohesion, through a constructivist teaching process with reconstructionist educational goals.
THE CALL FOR INTERNATIONALISING EDUCATION
The word is out in academia: we must internationalise the curriculum for the Global Age. Unfortunately, these global developments have not roundly resulted in curriculum implementation.
There has been a lack of coherence and systematisation; approaches to implementing an international perspective in education have been related to special projects in particular institutions, particular disciplines, and at particular age levels. On one hand, the globally-literate educator seeks to avoid the "tower of Babel" discourse of rampant individualism, while on the other hand she/he must attend to the voice of the individual within the voice of the masses. The task at hand is to help teachers shape a social message that is respectful of the individual, while at the time responsive to the necessary mandates for a just and civil community.
Finding the balance on the continuum between the construction of one's own perception of rights, States and civil strife in the Congo and Bosnia.
Lines between "them" and "us" become a bit blurrier; certainly, there is a greater understanding of issues that affect all human beings while they are enacted differently in different places. Students learn about the new and unfamiliar in the secure knowledge of their own personal experiences.
Beginning with themselves and their own communities and cultures, we ask them to consider cultural and international differences and concerns in a holistic, thematic way, thereby avoiding a "tourist approach" to Global Education (DermanSparks, 1993). education as structured on ten principles which define its broad scope and serve as a guide to those who would redesign educational programs to include the world (Swiniarski, Breitborde & Murphy, 1999) . We use these ten principles in assessing our own teacher education program, in designing new programs of study and courses, and in monitoring our progress toward providing teacher training that is global in scope.
GLOBAL EDUCATION BRINGS CONSENSUS

THE TEN PRINCIPLES OF GLOBAL EDUCATION
The Ten Principles of Global Education which follow are broadly stated to allow for alternative strategies for implementation and for discussion of the questions inherent in their articulation. They are meant to be guides for all areas of the curriculum and for all levels of teaching. We are using them to shape a teacher education program that works with a generally parochial student body to help them form a world view and sense of world citizenship.
The principles respect students' individual identities and experience, as they use that identity to link the local and the global, the particular and the universal, the self and society.
The Ten Principles of Global Education
1 . Global Education is basic education.
2. Global Education is life long learning.
3. Global education is cooperative learning.
4. Global education is inclusive of all.
5. Global education is education for social action.
6. Global education is economic education.
7. Global education involves technology.
8. Global education requires critical and creative thinking 9. Global education is multicultural.
10. Global education is moral education. (Swiniarski, Breitborde & Murphy, 1999, p.5) 
Global Education is Basic.
We believe that globally literate teachers need to be informed professionals. Thus, we require that our students evidence a mastery of basic literacy and The core coursework centres on the basics of effective teaching incorporating universally accepted theories of teaching and learning, the study of a variety of teaching/learning styles and approaches, the impact of cultures and belief systems on teaching and learning and a respect for the individual learner at all ages and stages.
Global Education is Lifelong Learning.
We applaud the Organization for Economic 
Global Education is Cooperative Learning.
Teaching can he an isolating experience. (Michaelis & Garcia, 1996, p. 311) , while appraisal of the effectiveness of the group product remains an inherent responsibility, and decision, for each member (Michaelis & Garcia, 1996, p. 312) . 
Global Education is education for social action.
Crucial to knowing is doing. The overall purpose of global education is to educate all "to be socially responsible for the world they inhabit" (Swiniarski, Breitborde & Murphy, 1999) . From Dewey to We send our students out to supermarkets and clothing stores to read packaging and labels. They peruse the "classified" section of the newspaper to formulate hypotheses about economic behaviour and local-global economic links. We address economic disparities and motivations in several education courses concerned with student behaviour and school policies. We tread carefully and with critical questions in the area of school business partnerships and school-to-work projects, fearing we will fall unthinking into the answer to that question, "Do we form society, or are we its products?"
Global Education requires technology.
Much has been written about the impact of technology on teaching, the shaping of the child, the view of teaching and learning, the 
Global Education requires critical and creative thinking.
In an age in which "facts" are selected and presented in increasingly sophisticated ways, in an age where change is constant and problems must he 
Global Education is Multicultural Education.
While the globe becomes more homogenised, local communities are becoming more heterogeneous. In the words of Beane and Apple (1995, p.5 and their broadened notions of their work will involve both internal and external forces. It is important that the new experiences we offer them be accompanied by a continual revisiting and reflection that will result in changed ways of thinking, or "habits of mind" (Dewey, 1938) . It is important also that we arm them with the ability to articulate strong philosophical positions, for the school "cultures" they will meet as new teachers may be dauntingly disempowering. Externally, they will have to argue for administrative support for curriculum change, for funding for new teaching materials and resource libraries.
Much in the climate of our society, of our schools, and even of our own college works against the global education agenda. If we are to be true to our own words, we must face the task knowing the nature and the scope of the problem. The greatest barriers to our uphill battle to globalise teacher education are ideological ones. (Breitborde, 1996) . Faced with domestic problems, we assume we need to "bunker down" behind the closed gate and the high walls and take care of our own, disconnecting from the rest of the world. The fallacy in this response is that we cannot keep the world out. Global issues have a way of catapulting themselves over the wall into our backyards. To work to keep them out is to look backward toward a political isolationism that is unworkable and dangerous. To invite them in is to open our eyes, our ears and our hearts and to acknowledge that to live on this earth is to live together.
